Introduction
In the early stages of literacy growth and development, young children make critical decisions about what they like and do not like to read, view, or listen to when it comes to literature (Dwyer & Neuman, 2008) . Babies, by 6 months, already have the fine motor, visual, language, and hearing capacities to enjoy listening to literature (Hardman & Jones, 1999) . I recall my youngest son, before he could verbalize his tastes, would slap or kick out of my hands an undesired book that I was about to read to him to the floor. Frequently, my elementary students would either cheer or groan when I held up a book that I was going to read aloud to them. To think that critical tastes in reading material only develops over time or is dependent on the child being able to read ignores what we have experienced firsthand as parents and teachers. Children use all of their senses, where emotion and intellect unite to make meaning of the world around them (Welty, 1984) . Personal interest in literature is determined in large part by the personality of the reader, the characteristics of the text, and the interaction between the two (Bernstein, 1955) as well as background knowledge (Rosenblatt, 1978) . Some research has demonstrated that students select their favorite literature based on psychological factors such as novelty, surprise, and the unexpectedness of events and/or ideas (Hidi, 1990) , whereas other research has implicated that students' personal choices in literature relates more to the genre and format of the text (Worthy, 1996a (Worthy, , 1996b .
What happens so often within the context of literature selection is that there is a contradiction between what students view as literature worthy of reading for enjoyment and what teachers view as important and necessary to read for the sake of learning (Applebee, 1993; Langer & Applebee, 1988; J. A. Patton, 2001; Zarillo & Cox, 1992) . Many teachers feel pressured to restrict students' choices to reading books that they consider challenging, presenting new information or vocabulary, or books from an approved reading list, for the sake of making the reading count (Worthy, Turner, & Morrman, 1998) .
Past research has confirmed that students who are allowed to choose their own reading materials are more motivated to read, expend more effort, and gain better understanding of the text (Gambrell, 1996; Guthrie et al., 2007; Schiefele, 1991) . A student's personal involvement in reading is an essential component of avid reading (Csikszenthmihalyi, 1990; Nell, 1988) and is a significant influence in the development of the reading processes (Allington, 1994) . Following a survey of middle school students' attitudes toward reading, Worthy (1996a) concluded, ". . . that [student] interest must 2 SAGE Open be a primary factor in book selection. If it is not, many students will choose not to read outside of school" (p. 211). Heath (2012) contended that students' special interests often lead them into reading a broad range of texts, including more genres than students read from previous decades.
We know that when students are excited about what they are reading, they quite naturally want to share their experiences with others. It is through this social interaction or communication with others that students find out about interesting literature, thereby piquing their curiosity and increasing their confidence in their ability to succeed in reading (Applebee, Langer, Nystrand, & Gamoran, 2003; Turner & Paris, 1995) .
Researchers have found that instruction that incorporates social interaction about text increases students' motivation to read and reading comprehension achievement (Guthrie et al., 2007; Ng, Guthrie, Van Meter, McCann, & Alao, 1998) . Heath (2012) further confirmed that students sought out each other in relation to their shared literacy interests, and friendships grew, based on the amount of time any chosen friend was willing to put into exploring expertise with different forms of literacy.
Reading achievement and positive student attitudes about reading have both been linked to time spent reading selfselected reading materials during school (Carson, 1990; Farrell, 1982; Heller, 1940; Hunt, 1971; LaBrant, 1936; Langford & Allen, 1983; Manning & Manning, 1984; Sadoski, 1984) . However, instructional programs such as Sustained Silent Reading, Drop Everything and Read, Free Voluntary Reading, and Uninterrupted Sustained Silent Reading have been pushed aside and replaced with skills instruction and test preparations (Worthy et al., 1998) . Teachers are being pressured to demonstrate student achievement through high-stakes tests. Therefore, teachers are preparing their students to take these tests rather than building lifelong aspects of reading enjoyment within their students (Stoodt-Hill & Amspaugh-Corson, 2009 ). To highlight this quandary, Serafini (2011) so aptly said, "Lifelong readers do not pick up books to get better at reading" (p. 241).
Classrooms have seen an upsurge in comprehension strategy instruction using children's literature as the primary source of material (Calkins, 2000; Collins, 2004; Daniels, 2002; Fountas & Pinnell, 1996; Harvey & Goudvis, 2000; Keene & Zimmerman, 1997) . This move no doubted was fueled by the need for students to show adequate progress in high-stakes comprehension tests. Another area of concern is the use of reading basals as well as reading strategy manuals, which tend to lump reading instructional strategies together without regard to matching text type or genre to the appropriate strategy. Story-related activities that would influence students to connect emotionally to the text might include dramatization (see Paley, 1981 Paley, , 1990 , visual representations of the story which could take the form of graphic arts or multimedia formats (see Bedard & Fuhrken, 2011) , peer discussions, poetic interpretations, and community service projects. Through these types of responses, students are engaged in multimodal approaches to learning (Gardner, 2006) , transmediation (Siegel, 2006) , and aesthetic responses to texts (Greene, 2001; Johnson, 2008) .
When students' needs are met through reading, this is something that they want not only to repeat but also to share with each other. It is through these student exchanges that students learn to understand themselves and those around them (Rosenblatt, 1982) . Teachers can arouse students' emotions by reading aloud to them stories that build excitement, intrigue, mystery, and that are laced with juvenile humor. Teachers will know that students are fully engaged in a story when they look up from a read aloud book and see their students' wide-eyes, open mouths, and tense bodies. And, when this moment is experienced, what a pure joy it is! Most importantly, teachers can capitalize on their students' emotions to lead them into deeper understandings of the meanings expressed within the literature (Eeds & Wells, 1989) .
With the focus of reading education today being on preparing students to take high-stakes tests, children's literature is being used for comprehension skill instruction, instead of for the aesthetic connections that students could be making (Guthrie, 2002) . If children are going to become lifelong readers, they need to experience the value that literature holds for them. They need to be drawn to a good book like a bee to a sweet smelling flower. They need to get something out of the story that feeds and develops their imaginations, in essence, they need to be pulled into the story and become one with the story. Stories engage readers in experiencing fear, anguish, loneliness, along with joy and excitement as readers they imagine themselves living through what the characters are facing in the story. Equally important, there is a sense of power and accomplishment for the reader as the protagonist succeeds through his or her endeavors. In addition, the reader experiences the feelings of success that come from finishing a whole real book.
If children's primary experience with reading is for skills instruction, they will see reading as a chore and something only connected to schoolwork (Gambrell, 1996) . Heath (1986) argued that developing a child's imagination through reading was the necessary component for comprehension and textual interpretation, and therefore, teaching to the imagination through children's literature should be the goal of reading instruction. Vygotsky (1978) claimed that imaginative thinking is the precursor of abstract thought. Children's imaginative play leads to the creation of a zone of proximal development that enhances problem-solving skills beyond what the child currently is capable. Cooper (2007) indicated that imaginative play and imaginative literature are connected through their mutual support for problem solving and other developmental areas. In addition, researchers such as Coles (1989) and Greene (1995) admonished the necessity of imaginative literature for the promotion of self-awareness, creation of new knowledge, and the awareness of social aims. Teachers who understand the need for children to express their imaginations can supplement and integrate Weih 3 children's literature with commercially published literacy curriculum (i.e., textbooks, manuals, and workbooks) and guide children to experience authentic, lived-through engagement with a literature that would influence them to create the literary relationships necessary to foster a lifetime of reading desire and enjoyment.
Is there a way that teachers can prepare students for tests and at the same time, incorporate students' reading interests in the classroom? There is, if we realize that we are teaching children, who have feelings, thoughts, needs, and wants. In consideration to meet their needs and ours, we need to respect and include our students' personal choices in literature into our classroom environment and into our curriculum. We then are in a position of negotiating a balance with our students between literature we assign and literature that our students choose to read for pleasure (Worthy, 1996a) .
Literature holds the potential to significantly influence the lives of readers, but what is the nature of this influence for very young readers? The purpose of this present study was to discover the relationships between beginning readers and their personal literature, thereby shedding light on this influence and revealing why they make the choices when selecting literature to read. This study is significant in that it examined relationships formed naturally between the reader and the literature, rather than categorizing types of literature responses.
Although there is a large body of research on elementary students' responses to literature (Marshall, 2000) , few researchers have examined the responses of first-grade students, and even fewer have investigated the possible relationships between young children and their self-selected literature. Sipe (1997 Sipe ( , 1998a Sipe ( , 1998b Sipe ( , 2000 Sipe ( , 2002 studied first-grade children's responses to teacher read alouds of picture books. His research was focused on analyzing and categorizing oral responses to demonstrate students' construction of literary understandings, individual response styles, and types of responses. Pantaleo's (2002 Pantaleo's ( , 2003 Pantaleo's ( , 2004 research centered on first-grade students' responses to specific features of picture books that were read aloud to them. In both these bodies of research, adults selected the literature and read the literature aloud to the students. There is a paucity in research examining students' reading interests, especially young students, and why they select the literature they choose to read on their own. One of the possible reasons could be that young students do not have the language base that is strong enough to allow them to participate in deep discussions (Beck & McKeown, 2007) ; therefore, we need to rely on what empirical evidence we can to determine the responses and relationships that they are forming with their personal literature (self-selected literature). This study investigated the question: What are the relationships between beginning readers and their personal literature? What students choose to read is highly individualized and varies from reader to reader (Galda, Ash, & Cullinan, 2001) . Understanding the relationships between reader and text is very complex, and one that is even more difficult with very young students. Therefore, observations regarding the personal literature that students choose to read and developing observational notes about their choices are the most valid ways to identify underlying relationships (Stoodt-Hill & Amspaugh-Corson, 2009 ).
Method
The goal of the study was to describe and interpret social phenomena in a natural setting (Schwandt, 1994) . Therefore, the study utilized the constructivist paradigm of being descriptive, qualitative, and naturalistic (Lincoln & Guba, 1985) . Atkinson and Hammersley (1994) explained that researchers are not understood simply as objective cameras for recording data, but rather interpret the data through the perspectives of their own subjectivities and intellectual backgrounds, and become part of the context they are studying. Glaser and Strauss (1967) explained that researchers who act from the constructivist research paradigm do not approach data with rigid expectations, but rather build a grounded theory based on the conceptual relationships they construct from the data.
The School
The study was conducted over the course of 4 months in a first-grade classroom located in a public elementary school (kindergarten through fourth grade), located in a rural, working-class, Midwestern community of approximately 10,000 people. The secretary of the school gave me the following demographic information for the school: 93% Caucasian, 5% Hispanic, and 2% African American. Nineteen percent of the student population qualified for free and reduced lunches, and 1% were students with limited English proficiency. The school had an articulated mission to provide engaging curriculum in a caring school community by providing a variety of multicultural experiences, promoting career awareness, fostering appreciation of the arts, helping children understand the importance of demonstrating good character traits, and heighten civic involvement through service to the broader community. The school was purposefully chosen (M. Q. Patton, 1990) , because the phenomenon to be studied-the relationships between children and their personal literature-was likely to be revealed at this site.
Teacher and Researcher
The classroom teacher, Caroline (pseudonyms used throughout), was in her eighth year of teaching. Her teacher preparation program had emphasized the constructivist approach that involved children in actively constructing their own meaning and the use of children's literature for teaching reading. Her master's program had also focused on using children's trade books in the classroom and the importance 4 SAGE Open of engaging children in literature discussions. She continued to expand her own extensive collection of children's literature that she implemented in her classroom.
As the researcher, I added my own background to the social context of the classroom. My teaching experience included 14 years as an elementary classroom teacher and 6 years as a university professor. Because of our shared elementary teaching background, philosophy of teaching, and knowledge of children's literature, Caroline and I were able to easily work together. My role as a researcher ranged on the continuum of participate-observation (Spradley, 1980) . When Caroline read aloud to the children, I functioned as an observer, but my role shifted to active participant when I read aloud to the children.
The Students
The classroom students were a heterogeneous group of 10 boys and 8 girls, all of Anglo European ethnicity. Based on the results of the Dynamic Indicators of Basic Early Literacy Skills (Good & Kaminski, 2002) assessment, this class had seven students reading below grade level, eight at grade level, and three above. All but one student's parents gave informed consent (Eichelberger, 1989) . The parents of this one student wanted their child to be involved with all phases of the project, but did not want pictures or audio recordings made.
The Classroom Context
The classroom was organized with tables, books, and supplies, so as to allow and encourage the students to work together in small groups in workshop areas (Lindfors, 1991) . In the mornings, students were engaged in writing stories, reading books related to a theme being studied, creating art projects, and other literature-related activities. While these workshop activities were happening, Caroline taught small group lessons based on students' literacy needs. It was during this language arts block that the data for the study were collected.
Data Collection
Observational field notes. I kept a researcher's journal (Maykut & Morehouse, 1994) in which I wrote various types of field notes throughout the study. I wrote descriptive notes about the context of the setting, including the appearance of the classroom and the activities of the students and teacher (Bogdan & Biklen, 2007) . I recorded reflective notes regarding my ideas for the procedures for the study, which would best fit into the social context of the classroom (Richardson, 1994) . I wrote summaries of conversations between Caroline and me, which later served as member checks (Guba & Lincoln, 1989) . While the students were involved in the event of sharing their personal literature, I wrote questions that came to me and thoughts that I had regarding the students' responses, especially their nonverbal behavior (Glesne & Peshkin, 1992) .
Literature. The students were asked to assemble a collection of personal literature from home or school (meaning literature that they select and read on their own). They were encouraged to discuss the literature at home with their families, and then bring the literature to class to share during individual presentations. The students were not limited in what they chose, but they were asked to only bring between three to five items to allow enough time for everyone to share. The published literature that the students brought was documented (see appendix), and in addition to published literature, the students also shared biographical photo-journals, hand-written cards, letters, and notes from family members.
Audio recordings. The students were audiotaped during their sharing of personal literature to obtain the best possible record of their words (M. Q. Patton, 1990) . The students spoke in their own words to describe why they chose the selection of literature to share and what the literature meant to them, they were not prompted and discussion was not scaffolded by the teacher or myself. The students told their own story.
Photographs. I took photographs of the students while they were sharing their personal literature. The photographs provided rich descriptive data that were used to understand and interpret the nonverbal expressions of the children (Bogdan & Biklen, 2007) . When words may be lacking with young children, facial and body language can tell the rest of the story.
Phases of data collection. The study was organized in a series of phases over 4 months. During the first phase, the goals were to gather data specifics about the school, teacher, and students. During the second phase, I entered the classroom and gathered data relating to the classroom's culture, routines, and appearance. It was during this phase that plans were made between the teacher and me for the students' sharing event. The last phase of the data collection was the students' sharing of their personal literature. This is when the students were audiotaped and photographed while sharing.
The sharing event. The students were given the task to assemble a collection of about three to five items of literature from home and/or school that were important to them and to bring the literature to school for the purpose of sharing with their classmates what the literature was and why they selected it.
The sharing took place during one language arts block of time (i.e., approximately between 8:20 a.m. and 12:20 p.m.), which was normally broken up with a recess and lunch break. Students were told that they would have approximately 5-min to make their presentations to the class. Students sat in Weih 5 a semi-circle facing a small table and chair, and they volunteered to come to the front of the circle to share.
Data Analysis
Preparation of the data for analysis. To make the data collected during the duration of the study readable, workable, and to provide for trustworthiness, the taped sharing event and comments the students made were transcribed, the students' personal literature was documented, the researcher's journal was typed, and the photographs were printed. Each page of data was coded in the upper-right-hand corner and included the types of data, the source of the data, and the page number (Maykut & Morehouse, 1994) .
Unitizing. The next phase of data analysis was to identify the units of meaning contained within the data. Lincoln and Guba (1985) described a unit of meaning as the smallest piece of information about something that can be understood without any additional details other than knowledge of the broader context from which it came. Unitizing is part of the constant comparative method of qualitative data analysis (Glaser & Strauss, 1967; Lincoln & Guba, 1985) . Maykut and Morehouse (1994) explained that the constant comparative method, identifying and categorizing specific units of information and comparing the units with previous information, provides the researcher with a clear direction for engaging in analysis of a quantity of data that is both challenging and illuminating.
Once all the data were put into a workable form, I gathered several packages of blank 4" × 6" index cards, scissors, tape, pencils, and colored highlighters. I carefully read through the written materials and photographs three different times looking for repetitive refrains (Lawrence-Lightfoot & Davis, 1997) . Within the repetitive refrains, I discerned the units of meaning (Maykut & Morehouse, 1994) . When a unit of meaning was identified, I circled it with a pencil, and in the margin noted the following: the data source, date, participant, page number or photograph number, and a word or phrase to indicate the essence of the unit's meaning (Maykut & Morehouse, 1994) . The documents were kept intact during this phase of the data analysis so that each source could be read and viewed in its entirety should further clarification be needed. When all of the documents had been unitized, I cut each unit of meaning from the text and taped them onto separate index cards. The next phase of the constant comparative method of analysis was discovery (Maykut & Morehouse, 1994) .
Discovery. During the discovery process (Taylor & Bogdan, 1984) , I reread the unitized data cards that I had constructed, looking for the recurring words, phrases, and concepts that I saw repeated throughout the data. I constructed and reconstructed a discovery list three different times or took multiple soundings (Gilligan, Brown, & Rogers, 1989) as I searched for the subtle meanings and complex perspectives expressed in the data. This is also described by Lawrence-Lightfoot and Davis (1997) as instead of listening to a story, I was listening for a story.
Inductive category coding. During this phase of the data analysis, I selected the prominent ideas from the discovery list. Each of these became a provisional category. The unitized data cards were then grouped under each category using the look/feel-alike criteria advanced by Lincoln and Guba (1985) .
Rules of inclusion.
After several data cards had been grouped under a category, I examined them to determine the overall meaning contained within them. This information, or rule of inclusion, was then written as a propositional statement of fact grounded in the data (Taylor & Bogdan, 1984) , and used to either include or exclude subsequent data cards for each category.
Coding data cards. Once the rule of inclusion was summarized from the data and the remaining data cards are included or excluded from a category depending on its rule of inclusion, data cards were then coded to their rule-based categories. This code was then written at the top of all the data cards included in that particular cluster.
Examining relationships and patterns across categories. My focus for the next phase of analysis in the constant comparative analysis process was to look closely at the relationships between categories and study the propositions for those that stood alone or formed salient relationships and patterns (Maykut & Morehouse, 1994) . During this process, it became evident that some of the categories shared ideas that were related. These ideas were grounded in the data and stood as evidence of what I was learning from my participants in the study and is what led me to the study outcomes.
Results and Discussion: Defining Relationships Between Reader and Text
During the sharing event, students usually summarized the best parts of the literature they brought, would hold up pictures and illustrations for all classmates to view, and read favorite parts aloud. Students took their time while sharing, relishing their moment. While talking, they would frequently hold the literature close to their bodies, hugging it. When they pulled selections from their bags, there were smiles of pure joy spread across their faces as they looked at it, and frequent comments from them were as follows: "I like it." "It is special to me." "I love it!" and "It's my favorite." While reading favorite parts, many students had a look of complete concentration. As witnessed in these students, and also 6 SAGE Open brought to light in the research of Guthrie and Wigfield (2000) , intrinsic motivation to read is tied to a reader's pleasure in reading, which is characterized by excitement, interest, and enjoyment in the act of reading. Classmates reacted with spontaneous, softly spoken utterances such as "cool," "awesome," "wow," "I like that," and "I have that one." Classmates' eyes focused on the student sharing, and sometimes they stretched their bodies higher to see the pictures or illustrations. Also revealed in these students, and related to what Wigfield and Guthrie (1997) found, was that children's intrinsic motivation in reading includes curiosity and involvement.
Four outcomes emerged from the data analysis process and revealed the nature of the relationships that the children had formed with their personal literature. Each outcome is discussed below along with the evidence grounding the outcomes within the data and past research.
Outcome 1: Students' Personal Literature Is a Reflection of Who They Are as a Child Within a Family Structure
This outcome or finding was evidenced in the data by those students who shared family photo albums and read aloud the captions to the pictures. Students read aloud hand-written letters and cards that were sent to them from family members living far away. Other students shared and read from books that family members had selected with the child in mind, signed, and had given to them as gifts. These items of personal literature were precious to the students who presented and read from them. The value of this personal literature to the students could be seen on their faces and heard in their voices. This outcome of the present study expands on previous research from Neuman and Wright (2007) , in that the role literature often plays in the lives of children depends on why, how, and what their caregivers gave or read to them. Moreover, the data that formed this outcome further substantiate past research from Langer (1995) and Serafini (2003) , suggesting that when children read about other children either like them or different from them, they come to understand and appreciate the world around them with a sharper more critical mind. Examples from the data that stood as evidence that appeared to be representative of this outcome included the following:
Brody: I like this book because when I was born in the hospital, they gave this to me. 
Outcome 2: Students' Personal Literature Brings Them Comfort
Patterns in the data revealed that many students shared and read excerpts aloud from books that were given to them by family members when they were younger, and said that they liked to hear the books read to them because it helps them fall asleep at night. Some students said that they take these books with them to the babysitter, and that she reads aloud to them when they are feeling lonely and missing their family.
Other students brought personal spiritual literature and shared their favorite stories that made them feel good. The students who brought these types of personal literature often held the items close, hugging them, and when they opened the pages, their faces were glowing with affection. The students in the study often revealed their response relationships with their texts through how they behaved while holding their literature and what they said about the literature during the sharing time. This outcome builds on previous research by Sipe (2000) 
Outcome 3: Students' Personal Literature Is a Reflection of Their Inner Desires
Evidence grounded in the data suggested that students' relationship with their personal literature was one in which they held the desire to learn information from the literature, so that they could do something with that information. These literature items included books about hunting, camping, and children's encyclopedias about animals. Some students brought and read excerpts from advertisement catalogs and newspapers that featured their desired collection items.
Students not only showed that they desired to obtain certain items, but they also wanted to learn more about the items from the literature. This evidence from the present study expands on past research from Pitcher et al. (2007) , suggesting that children like to read literature that relates to their personal interests and hobbies to gain more information. Examples from the data representing this outcome are as follows: 
Outcome 4: Students' Personal Literature Is SelfSelected for Their Entertainment
Through the refinement of data, there emerged the outcome that many students shared and read from personal literature that reflected their own personal joys in being entertained. Some of this literature was enjoyed simply because they were easily capable of reading it by themselves, such as joke books and poetry books that sounded funny when they read them aloud. Students that shared these books frequently read aloud to their listening classmates the jokes or word phrases that they enjoyed the most. Some of the literature categorized with this outcome were activity booklets centered on their favorite hobbies. Weird, strange, and colorful picture books were also a favorite source of entertainment for them. Books written in a series about children like them or different from them were also very popular. These students expressed their joy and happiness as they read excerpts from their personal literature selections, and took pride in their own reading accomplishments, which could be seen on their faces and heard in their expressive voices. It was obvious from listening to them read aloud that they were mimicking the voice inflections of their caretakers who read aloud to them. The data for this outcome indicated that much of the literature shared was part of a larger body of work, which supports previous research from Stoodt-Hill and Amspaugh-Corson (2009) , suggesting that children like to read and hear read to them literature that is published in a series. Moreover, evidence from the data connects and further builds on past research from Rosenhouse, Reitelson, Kita, and Zahava (1997) , which suggested that children become familiar with the characters and the storylines embedded in the literature, thereby developing a deeper sense of attachment and pleasure. Humor, was another very important patterned relationship that emerged from the data, which also connects to findings from Stoodt-Hill and Amspaugh-Corson (2009) The references for the published literature that the students shared can be seen in the appendix.
Pedagogical Implications
This study has important, pedagogical implications concerning the context in which teaching literacy occurs. Literature holds the potential to significantly influence the lives of readers, but what is the nature of this influence for very young readers? This study investigated the question: What are the relationships between beginning readers and their personal literature? The study was significant in that it examined relationships formed between the reader and the literature, rather than categorizing types of literature responses. Additionally important to this study was that the students spoke in their own words to describe why they chose the selection of literature to share and what the literature meant to them, they were not prompted and discussion was not scaffolded by the teacher or myself. The students told their own story, therefore the study outcomes were situated within the readers, and through the data analysis processes, the underlying relationships between reader and literature were discovered.
Study outcomes revealed that students place a great value and build relationships between themselves and literature that represents them, their families, and their cultures. With this in mind, it is important for teachers to seek out information about the families and cultures within the classroom context and build on this knowledge by selecting and integrating literature that students can culturally relate to. This practice has the potential to develop cultural awareness and sensitivity among students.
The data from this study indicated that students become emotionally involved with the literature that is spiritual in nature and literature that is intimately familiar to them. The student relationship revealed through this literature was one of comfort and security. Teachers can discover from students' families about spiritual literature and allow individual children to free read from this area of literature. Teachers can also find out about family favorites and set aside classroom time for students to share these with each other. This practice has the potential to build fluency along with providing students with a sense of comfort and belonging to the classroom community.
Study outcomes suggested that the inner desires students possessed lead them to certain literature that fulfilled their desires. Educators can explore students' personal interests, hobbies, and activities to discover types of literature students would most likely be attracted to. When teachers acknowledge the multiple literacies that students engage in outside of the classroom and find ways to incorporate them in the classroom, students will feel more motivated to read and therefore increasing the likelihood of becoming lifelong readers.
Evidence refined from the study data showed that the students developed relationships between themselves and literature that they self-selected for the sake of entertainment. Primary among literature's values is enjoyment, and students have to find pleasure in what they read if they are to experience the values literature offers (Sloan, 2002) . Teachers can capitalize on the types of literature that students find most entertaining and enjoyable and incorporate them into their teaching. This study indicated that the students were entertained by joke books and poetry that sounded funny when read aloud. They also enjoyed weird, strange, colorful picture books, and books that were part of a larger series. Literature that was funny and that they can easily read on their own was very important to them. They also enjoyed being able to read aloud and share this literature with their classmates. Students enjoy seeing and listening to themselves read and discuss literature, so it is important for teachers to record these sharing events through the use of photography, tape recordings, or video, and share these with students, so that they can relive the moment and gain confidence in themselves as literate human beings. When teachers create and facilitate opportunities for young students to share their literature, students' responses are enhanced and they become more critical readers (Eeds & Wells, 1989; Galda, Rayburn, & Stanzi, 2000; Galda, Shockley, & Pellegrini, 1995; 10 SAGE Open McGee, 1992; Raphael & McMahon, 1994; Roser & Martinez, 1995; Short & Pierce, 1990; Wiseman, Many, & Altieri, 1992) .
Limitations and Future Direction
The participants of this study comprised one first-grade classroom situated in one elementary school. Future investigations could examine a different grade level, across grade levels, or across schools. The participants in this study were predominately European Americans. It would be beneficial for future studies to include a more diverse population with regard to ethnicity. The setting for this study was a small, rural community located in a region of the United States that is sparsely populated, and the town was not connected to a larger city; therefore, the community has characteristics of a microcosm. It would be of interest for future research to look at urban settings that include participants that come from diverse backgrounds.
Conclusion
Past research has shown us that when students read literature, a transaction occurs between the student and the author's text, and the two create meaning together (Krashen, 2004; Rand Corporation, 2002; Serafini, 2003) . We have also learned from past research that students use this interaction with the text to cultivate their own unique responses. Their responses can be emotional or aesthetic in nature, or they can be intellectual, or efferent in nature depending on how the student is interacting with the text (Rosenblatt, 1982) . The two responses, however, are not mutually exclusive to each other, but instead, work together to create a meaningful and enjoyable reading experience for the student (Rosenblatt, 1969 (Rosenblatt, , 1982 . The response to reading literature emerges from the interconnectedness between the reader's past experiences, knowledge, and beliefs, and the content, genre, and language of the text (Rosenblatt, 1978) . But what is the nature of the relationships embedded within the responses between young children, who are beginning to read independently, and the literature that they selfselect? That is the question this current study sought to investigate.
In conclusion, the outcomes of this present study further advance past research by suggesting that young children build personal, interconnected relationships with their selfselected literature that can be demonstrated as relating to their family structures and cultures, comforts and securities, inner desires and personal goals, and their joy that comes from being entertained by the literature. In essence, this present study indicates that young children possess internal relationships with literature that when given the chance can be expressed within the social context of the classroom setting, and when this happens, it will bring joy, not only to them but also to those who are listening and watching them.
